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The purpose of this study is to investigate the level of self-regulated learning behaviour of final year UTM, Skudai students, and the relationship between SRL and students’ academic performance. A total of 388 final year undergraduate students from technology, applied science and arts disciplines participated in this study. SRL was measured via the translated version of the Motivated Strategies for Learning Questionnaire (MSLQ) developed by Pintrich, et al. (1991). The overall mean of self-regulated learning of UTM students is moderate with the mean score of 3.60 while results show low to moderate positive relationships between SRL and academic performance (r’s ranged between 0.31 to 0.41). Although the literature suggests that the motivational dimension of SRL is the most influential dimension towards academic achievement in the Western culture, findings from this study (through multiple regression analyses) showed that the behavioral dimension plays a more vital role in determining academic achievement amongst UTM students. Significant differences in SRL are found between genders and areas of discipline. Girls are better in SRL as compared with boys, and SRL is most practiced by applied science students, followed by technology and art students.    
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The demand for life-long learning in a rapidly changing society nowadays urges for learner-centered perspective of learning to be implemented especially in higher education. Many scholars advocate that higher education should be aimed at producing lifelong learners and therefore should provide means for students to develop adaptable strategies with which to pursue knowledge and solve problems during and after postsecondary experiences. The design for new learning environments and reform of teaching practices in higher education has stimulated the need for deeper understanding of how college or university students learn (Cross and Steadman, 1996; Paulsen, 1999; Stage, Muller, Kinzie, and Simmons, 1998; Svinnicki, 2004; Weimer, 2002).   

The term “lifelong learning” serves more as a laymen concept that is commonly used and understood.  Two more precise terms: “self-directed learning” and “self-regulated learning” are determined to better fit the conceptualization of education theorists and researchers interested in goals across different disciplines. The former term is most often used in the study of adult education outside a formal educational setting, while researchers who are focused on students in formal educational settings most often use the term “self-regulated learning” (SRL).  Although the different contexts shape somewhat differing research agendas, the objectives and goals are chiefly the same: to learn about the attributes and skills of those who take control of their own learning, and the conditions that promote learning development (Hiemstra, 1996). 

the conception of  SELF-REGULATED LEARNING

Self-regulated learning (SRL) is an important area of research in college learning and teaching (Pintrich, 1995), and has gained a lot of attention in higher educational research. The SRL approach is initially based on a social cognitive learning theory framework which emphasizes the interaction between cognition and motivation and about how the interaction influences learning, success, and well-being. The social cognitive learning theory framework generally views self-regulation as comprising three sub-processes: self-observation, self-judgement and self-reaction (Bandura, 1986; Schunk, 1989). As students undertake learning tasks with particular goals, they observe their performances and evaluate or judge their goal progress. As an outcome of this self-monitoring, they continue their work or change their task approach (Schunk, 1990). It is accepted that satisfactory self-regulation will not only assist the transition process but also enhance feeling of efficacy, thus leading to higher levels of achievement and motivation.
 SRL theories believe that students acquire self-regulated learning skills through experience and self-reflection (Pintrich, 1995). It is therefore a good target for student intervention since students are able to learn to become self-regulated learners. Rather than focusing on effective teaching or student-centric teaching, the new wave in the educational community is on student-centric learning. The focus is on teaching students skills and strategies so that they can learn more effectively regardless of differences in instruction.

Self-regulated learning has been defined from a variety of theoretical perspectives and frameworks. In general, self-regulated learning involves the use of motivational and learning strategies to the degree that students are motivationally, meta-cognitively, and behaviourally active participants in their own learning processes (Zimmerman, 1986). Precise definitions of SRL tend to vary on the basis of researcher’s theoretical perspective; nevertheless Zimmerman (2001) points out that there are three common features in almost all definitions. Firstly, all definitions claim that students are assumed to be aware of the potential usefulness of self-regulation processes in enhancing their academic achievement. Secondly, there is a self-oriented feedback loop or cyclical process during learning in which students monitor the effectiveness of their learning methods or strategies and respond to this feedback in a variety of ways, covertly (self-perception) or overtly (behaviour). Thirdly, all definitions describe how and why students choose to use a particular self-regulated process, strategy or response (motivational dimension).

Several models stemming from various theories have been developed to describe self-regulated learning (see Puustinen & Pulkkinen, 2001 for a review on the latest SRL models: Boekaerts, Borkowski, Pintrich, Winne and Zimmerman’s models). Each SRL model proposes different constructs and mechanisms. Despite the different models of SRL, in general they share some basic assumptions about learning and regulation. Pintrich (2001) summarises five assumptions shared by all SRL models.
1)	Self-regulated learners are active, constructive participants in the learning process. They construct their own meaning, goals, and strategies from the information available from both the internal and external environment.
2)	Self-regulated learners are capable of monitoring, controlling, and regulating aspects of their own cognition, motivation, behaviour, and context.
3)	Biological, developmental, contextual, and individual constraints can impede or interfere with a learner’s ability to monitor or control his or her cognition, motivation, behaviour, or context.
4)	There is a goal, criterion, or standard against which the learner makes comparisons in order to assess whether the process should continue or if some type of change is necessary.
5)	Self-regulatory activities are mediators between personal and contextual characteristics and actual achievement.

Pintrich (2000) developed a general framework for SRL. According to the framework, SRL is composed of four phases (forethought, monitoring, control and reflection phases), and each phase consists of four separate areas, including cognitive, motivational and affective, behavioural and contextual areas. The table (table 1) below summarises Pintrich’s SRL framework.
Phases/Areas	Forethought	Monitoring	Control	Reflection
Cognitive 	Prior content knowledge and metacognitive knowledge activation	Awareness and monitoring of cognition	Selection and adaptation of strategies for managing learning and thinking	Cognitive judgements
Motivational and affective	Efficacy judgement and adoption of a goal orientation	Awareness and monitoring of motivation and affect	Selection and adaptation of motivation and affect	Affective reactions
Behavioural	Time and effort planning	Awareness and monitoring of time use and effort	Selection and adaptation for the regulation of effort 	Making choices and task
Contextual	Perceptions of task and context	Awareness and monitoring of task and context conditions	Selection and adaptation for task negotiation	Context evaluation
Table 1: Pintrich's SRL framework
In Pintrich and his collaborators’ (Garcia & Pintrich, 1994; Pintrich & DeGroot, 1990) model of self-regulated learning, there are essentially two important dimensions of self-regulated learning, namely, motivation (‘will’) and learning strategies (‘skill’). A self-report questionnaire, the Motivated Strategies for Learning Questionnaires (MSLQ) to assess students’ motivational beliefs and use of learning strategies was developed. The motivational scale consists of the value (sub-scales: goal orientation, task value), expectancy (sub-scales: self-efficacy and control of learning beliefs) and affective (test anxiety) components. The learning strategy scale includes two components: the cognitive and metacognitive strategies, and resource management strategies. The cognitive and metacognitive strategies component includes rehearsal, elaboration, organization, critical thinking and metacognitive self-regulation. The resource management strategy component includes time and study environment, effort regulation, peer learning and help seeking. Pintrich et al’s model and the MSLQ have received broad acceptance and use by researchers. 

self-regulated learning and academic achievement

Research has revealed that higher achievers use more self-regulatory strategies, control their physical environment to meet their needs, seek help when needed, and use time management skills (Chen, 2002). Research in this area has consistently demonstrated that students’ use of effective motivational, cognitive and behavioral processes and strategies is directly related to students’ academic achievement (Paulsen & Gentry, 1995; Pintrich & Garcia, 1991; Pintrich & Schrauben, 1992; Pintrich & Zusho, 2002).  Subsequent work revealed that students who attain higher levels of academic achievement frequently rely upon more effective learning strategies and are more intrinsically motivated than other students (Archer, 1994; Zimmerman & Schunk, 1989). 

In a study of 173 seventh graders, Pintrich & DeGroot (1990) found that higher levels of self-regulation were correlated with higher levels of achievement, as measured by final course grades, essays and reports, and in-class seatwork.  Self-regulation as the best predictor of academic performance on all the outcome measures further suggests that the use of self-regulating strategies, such as comprehension monitoring, goal setting, planning, and effort management and persistence, is essential for academic performance on different types of actual classroom tasks (Corno, 1986; Zimmerman & Martinez-Pons, 1988, 1992). 


Besides that, much research by Pintrich and his colleagues and research by others supports the predictions of the conceptual framework by showing linkages between motivation, self-regulation, and academic learning (Chapman & Tunmer, 1995; Pokay & Blumenfeld, 1990; Schunk, 1996; Schunk & Swartz, 1993; Zimmerman & Martinez-Pons, 1990).  According to Pintrich (1989 in Schunk, 2005), the MSLQ have good internal reliability and demonstrate moderate correlations with academic performance.


However, previous studies using MSLQ to investigate self-regulated learning strategies and academic performance revealed mix results.  Some research in Chen (2002) found that metacognitive self-regulation activities were related to performance (Eide, 1999; Pokay & Blumenfeld, 1990), while others found that effort management had a positive effect on academic performance (Doljanac, 1994; Lee, 1997).  Yet, Hsu (1997) found that resource management had no effect on academic achievement.

The purpose of Camahalan’s (1996) study is to investigate the effects of Mathematics Self-Regulated Learning Program on the Mathematics achievement of 60 children from Southeast Asia, Mathematics self-regulated learning and Mathematics school grade of low achieving students. 


A two by two factorial quasi-experimental design which consisted of two independent variables, namely: treatment (with treatment and no treatment) and grade level (grade 4 and grade 6) was used.  After the treatment was completed, post-tests using Mathematics Achievement Test and Mathematics Self-Regulated Leaming Scale which specifically designed for this study were used to determine the effect of experimental manipulation.


The results of research show that there is significant improvement in the Mathematics achievement and Mathematics self-regulated leaming of the students in the experimental group after thirty sessions of training in the use of self-regulated leaming strategies.  Similarly, this finding confirms the results of studies (Hattie, Biggs & Purdie, 1996; Zimmerman & Martinez-Pons, 1986; Bandura & Schunk, 1981) academic achievement is more likely to be positively affected by the use of self-regulated learning strategies.

Most research supports Pintrich’s (2000) idea that students’ self-regulatory processes can enhance academic performance.  Beneficial effects on self-regulation have been obtained from interventions designed to improve students’ goal orientations, learning strategies, self-monitoring and self-evaluations (Boekaerts et al., 2000; Schunk & Zimmerman, 1998).  For example, research shows that changing students’ goal orientations can lead to better self-regulation and achievement.


Besides quantitative research, results of qualitative analysis by Leblanc, et al. (2000) also showed that the use of self-regulated learning strategies contributed to better overall functioning and rewarding academic performance.  The plans of action in order to attain a goal are rooted in the phases, processes, and subprocesses of Zimmerman’s Model.  The use of self-regulated learning strategies decreases anxiety and increases self-efficacy, which is directly related to goal attainment and academic achievement. 


2.4	Research on Relationship between the Motivation Dimension of Self-Regulated Learning and Academic Performance


Most research suggests that motivation plays an important role in a student’s academic performance (Garcia & Pintrich, 1994; Deci & Ryan, 1985; Pintrich & Schunk, 1996).  In general, investigators have found moderate to strong positive relations between motivational components of self-regulation and academic achievement (Pintrich, 1999; Pintrich & DeGroot, 1990; Pintrich & Garcia, 1991).


During past research, two motivational components: task value and self-efficacy has been found to be positively related to students’ use of SRL strategies and academic achievement in both traditional and online environments, as well as other adaptive outcomes, including satisfaction and intent to participate in future courses (Joo, Bong, & Choi, 2000; Lim, 2001; Miltiadou & Savenye, 2003; Pintrich, 1999).

Among motivational subscales in MSLQ, self-efficacy aspect is discovered to contribute most both to students’ motivational beliefs and the academic success they experience (Zimmerman, 1989b, 1994; Zimmerman & Bandura, 1994; Zimmerman & Martinez-Pons, 1990).


Zimmerman, Bandura, and Martinez-Pons (1992 in Pajares, 2002) demonstrated that students’ self-efficacy for self-regulated learning influenced the confidence they had in their academic capabilities and, through that influence, affected the final grades they obtained.  Self-efficacy in mathematics has also been found positively related of accomplishment students ultimately realize (Zimmerman & Martinez-Pons, 1990).


In Pajares (2002) also, studies of college students who pursue science and engineering courses, high self-efficacy has been demonstrated to influence the academic persistence necessary to maintain high academic achievement (Lent, Brown, & Larkin, 1984). 


From the findings of Pintrich and DeGroot (1990), the motivational components were linked in important ways to student cognitive engagement and academic performance in the classroom.  Self-efficacy was positively related to student cognitive engagement and performance.  In part, their results indicated that students who believed they were capable of learning were more likely to report use of SRL strategies and to persist longer at difficult academic tasks.


However, self-efficacy was not significantly related to performance on seatwork, exams, or essays when the cognitive engagement variables were included in the regression analyses.  These findings suggest that self-efficacy plays a facilitative role in relation to cognitive engagement as suggested by Schunk (1985), but that the cognitive engagement variables are more directly tied to actual performance. 


While the links between self-efficacy and adaptive outcomes have been well studied in traditional classrooms, only a few studies have tested these relationships in online courses (Artino, 2006).  For example, Lim (2001) found that computer efficacy was the strongest individual predictor of adult learners’ overall satisfaction with online education.  Similarly, in a study of online education at the undergraduate level, Lynch (2003) found that students’ efficacy beliefs were among the best predictors of academic achievement, as measured by final course grades.  Wang & Newlin (2002) also obtained a significant positive correlation between academic self-efficacy and achievement in online courses. 


Finally, results from a recent meta-analysis of more than 100 empirical studies conducted over the last 20 years found that of nine commonly researched psychosocial constructs, academic self-efficacy was the strongest single predictor of college students’ academic performance (Robbins et al., 2004).
	

Besides self-efficacy, Pintrich and DeGroot (1990) also found that while task value was a strong predictor of cognitive and metacognitive strategies use, it did not have a significant direct relation to student performance when cognitive and metacognitive strategy use were considered.  Instead, it was students’ use of cognitive and metacognitive strategies that were the best predictors of actual academic performance. 


Similarly, in a study of undergraduates enrolled in four different online courses, Lee (2002 in Artino, 2006) found task value to be a significant positive predictor of students’ overall satisfaction but not performance.  These results are similar to work that has been done with expectancy value theory (Eccles & Wigfield, 1995; Wigfield, 1994).  However, research findings of Pintrich (1999) also suggest that students who view a learning task as valuable are more likely to experience superior academic outcomes

In the study by Pintrich and DeGroot (1990), intrinsic value was very strongly related to use of cognitive strategies and self-regulation, independent of initial performance levels or self-efficacy and test anxiety.  However, intrinsic value did not have a significant direct relation to student performance in any of the regressions that included cognitive strategy use or self-regulation. 


The cognitive variables, self-regulation in particular, were better predictors of actual academic performance.  This finding parallels the work of Eccles (1983), who found that value components did not have a direct influence on student achievement in math but were closely tied to students’ choice of future math courses.  Meanwhile, test anxiety was not significantly related in a linear or nonlinear fashion to use of cognitive strategies or self-regulation, but it was negatively related to self-efficacy and performance on exams and quizzes. 


In contrast, studies that specifically examine the relation between students’ use of coping or emotion regulation strategies and their academic performance have produced mixed results.


Some studies have found a positive relation between using strategies to cope with test anxiety or stress and subsequent performance; whereas others have found no relation, or even a negative relation between them.  More research examining the relation between emotional control as a regulation of motivation strategy and students’ choice, effort, and persistence is needed, especially in situations beyond those associated with tests or other performance evaluations (Zeidner, 1998).


Although limited in scope, the research reviewed in Wolters (2003) provides insight into the variety of academic outcomes that have been or might be linked to students’ use of strategies for the regulation of motivation.  Finding that students’ use of motivational regulation strategies is associated positively with both conceptual and behavioral indicators of their level of motivation.  For example, strategies for the regulation of motivation have been tied to motivational constructs such as interest and value, and to motivational outcomes such as persistence and effort (Sansone et al., 1999). 


Consistent with these positive relations, the regulation of motivation has been tied to adaptive performance outcomes.  This consistent with earlier research finding which indicates that students who use motivational regulation strategies are more likely to get better grades than students who do not regulate their motivation (Wolters, 1998, 1999). 


With open-ended questionnaires, Wolters (1998) found that college students intentionally try to evoke extrinsic goals such as getting good grades to help them maintain their motivation.  In this study, undergraduate psychology students were asked to report what they would do if they were faced with several different motivational problems but wanted to continue to work at the task described.  In their written responses, students provided many different ideas about how to overcome the hypothetical motivational problems.  However, Wolters did not examine the relation between specific strategies and any engagement or performance outcomes in this study. 


Wolters (1999) found similar results in a group of 9th- and 10th-grade students.  In addition, the regulation of motivation has been positively associated with the more cognitive and metacognitive aspects of self-regulated learning (Wolters, 1999).


In a study carried out by Cobb (2003) on investigating self-regulated learning behaviors and their relationships with academic performance in web-based courses, found that intrinsic goal orientation reported a significance value of .0373.  These analyses confirm the existence of a significant relationship between intrinsic goal orientation and academic performance in a web-based course.
However, extrinsic goal orientation returned a significance value of .8983 which is greater than .05.  This result suggests that there does not have a significant relationship between extrinsic goal orientation and academic performance in web-based courses.


2.5	Research on Relationship Cognitive/Metacognitive Dimension of Self-Regulated Learning and Academic Performance

	
In contrast, Cobb’s (2003) study on distance learning of metacognitive self-regulation aspect returned a significance value of .2717.  The findings of this study indicate that relationship between metacognitive self-regulation and academic performance in web-based courses does not exist.


In one study conducted to investigate students’ motivation and use of learning strategies in a business information systems course and a microcomputer applications course, no relationship was found between any of the learning strategies and course grade (Chalupa & Chen, in Chen, 2002).


By using Kiel Learning Strategies Inventory (KSI) designed by Baumert, Heyn, and Koller (1992), Baumert’s (1993 in Baumert, 2000) findings suggest that the individual learning culture — irrespective of whether it is characterized by rehearsal or deep-processing strategies — makes only a subordinate contribution to academic achievement.  This applies especially when performance is measured by means of marks and data on strategy deployment is gathered using a generalizing questionnaire.
A plausible explanation for the relatively weak correlations between learning strategies and achievement is that efficient cognitive and metacognitive learning strategies are necessary prerequisites of self-regulated learning, but that only fine-tuning of these strategies in the specific learning situation can optimize the learning process (Baumert, 1993 in Baumert, 2000).


The findings for the cognitive variables provide ecologically valid data on academic performance on actual classroom tasks in support of a general model of self-regulated learning.  Students who were more cognitively engaged in trying to learn by memorizing, organizing, and transforming classroom material through the use of rehearsal, elaboration, and organizational cognitive strategies performed better than students who tended not to use these strategies (Corno & Mandinach, 1983; Weinstein & Mayer, 1986 in Pintrich & DeGroot, 1990). 


The findings of Pintrich & DeGroot (1990) that self-regulation was the best predictor of academic performance on all the outcome measures further suggests that the use of self-regulating strategies, such as comprehension monitoring, goal setting, planning, and effort management and persistence, is essential for academic performance on different types of actual classroom tasks (Corno, 1986; Zimmerman & Martinez-Pons, 1988, 1992). 


Self-regulation was highly correlated with cognitive strategy use, yet the two constructs can be distinguished conceptually, and when both were entered as predictors of academic performance, cognitive strategy use had a negative relation to performance. 


This apparent negative suppressor effect of cognitive strategy use on academic performance suggests that cognitive strategy use without the concomitant use of self-regulatory strategies is not conducive to academic performance.  This interpretation is in line with the research on metacognition and self-regulation that suggests that students must be able to understand not only the “what” of cognitive strategies, but also how and when to use strategies appropriately (Brown et al., 1983; Paris et al., 1983; Pressley, 1986).

In numerous studies, some work has addressed the relationship between self-regulated strategies and academic achievement (e.g., Vanzile-Tamsen & Livingston, 1999; Wolters, 1998).  Although available research has demonstrated positive relationships among self-regulated learning variables, other research indicates that the relationships between achievement measures and self-regulated learning constructs are not direct. 


For example in Sperling, Howard & Staley (2004), Swanson (1990) demonstrated that metacognitive knowledge and intellectual aptitude were unrelated and that metacognitive skills help children of lower aptitude compensate on problem-solving tasks.  In addition, Pressley & Ghatala (1989) found metacognition to be unrelated to verbal ability and further indicated that achievement and ability measures are not an indication of metacognitive skills. 


Similarly in college learners, Pintrich et al. (1991 in Sperling, Howard & Staley, 2004) found that metacognition and strategy used were not highly correlated with academic achievement.  Research findings of Sperling et al. (2004) surprisingly indicating that correlations between Standardized Achievement Test (SAT) maths scores and measures of metacognitive awareness were negative. 


2.6	Research on Relationship Behavior and Context Dimensions of Self-Regulated Learning and Academic Performance
  

By providing rich descriptions of SRL behavior (e.g., Pape and Wang; Zimmerman, 1994, 2000, 2002 in Pape et al., 2003), educational psychologists have explicated relationships between SRL behaviors and academic achievement
(e.g., Zimmerman and Martinez-Pons, 1988, 1990).  While strategic behaviors are related to academic performance, knowledge of varying strategies is a stronger correlate than the mere number of strategies reported (Pape and Wang, in Pape et al., 2003).

Research found that time planning and management training helped students to better self-regulate their use of study time and, in turn, improved students’ grade-point average (Zimmerman, Greenberg, & Weinstein, 1994 in Chen, 2002).  Britton and Tessor (1991 in Chen, 2002) sought to determine a link between student time management and cumulative grade point average (CGPA) in college students.  They concluded that students’ time management and their short-range planning were more strongly related to their academic achievement than were their SAT scores.

	
In Cobb’s (2003) study to investigate the relationship between self-regulated learning behaviors and academic performance in, the relationship between self-regulated learning behaviors and academic performance were proved.  The results of the analysis returned a significance value of .0009 which is less than the comparative significance standard of .05.  This indicated that self-regulated learning behaviors (time and study environment management) have a significant, positive relationship with academic performance. 


The findings addressing the importance of the relationship between time and study environment management and academic performance parallel with the Wolters findings (1998 in Cobb, 2003) that reported use of methods for controlling distractions by managing how, when, and where the learners completed certain tasks. Boekaerts et al. (2000 in Cobb, 2003) confirmed the development and exercise of self-regulated learning behaviors were greatly influenced by the environmental components of the learning context.  This present study confirmed the value in managing time and environment in a web-based learning environment.


Zimmerman and Martinez-Pons (1986) developed and validated a structured interview for assessing students actions directed at acquiring information or skills that involved agency, purpose, and instrumentality self-perceptions by learners.  The self-regulated learning categories of the interview schedule were drawn from existing literature focusing primarily on social learning (cognitive) theory research.  Some of the categories included goal setting, environmental structuring, self-consequencing, selfevaluating, organizing and transforming, seeking and selecting information, and rehearsal and mnemonics strategies. 


The study concluded that high achieving students utilize a greater use of 13 of the 14 identified self-regulated learning strategies.  The one category that failed to relate to student achievement, using this instrument, was self-evaluation. Students reported use of these strategies provided predictive power on SAT scores.  Ninety three percent of the students could be correctly classified as high or low achievers according to their reported use of self-regulated learning strategies.  Higher achievers relied heavily on social sources of assistance more specifically using teachers and peers as sources of social support.  They also sought assistance from other adults (parents) significantly more often than low achieving students.


Once the relationship has been identified, substantial evidence now indicates that seeking assistance from others is a valuable self-regulating, proactive learning strategy that can provide the foundation for autonomous achievement (Karabenick, 1998 in Chen, 2002).  Evidence exists that students characterized as having achievement-motivated, active, master/taskoriented approaches to learning are more, rather than less, likely to seek help when necessary, which supports the perspective that seeking academic assistance reflects a n appropriate, strategic response to learning (Ames & Lau, 1982; Karabenick & Knapp, 1991 in Chen, 2002). 
 

On the other hand, research shows that effort regulation was a strong predictor of academic success (Doljanac, 1994; Lee, 1997 in Chen, 2002).  Yet, traditional college instruction generally assumes that students possess such skills and do not provide opportunities for effort regulation skills to develop (Trawick & Corno, 1995 in Chen, 2002).


Chen’s (2002) study investigated effective self-regulated learning strategies in a lecture-led concept learning environment versus a hands-on computer lab learning environment for an introduction to information systems course. The MSLQ instrument is used to assess college students’ self-regulated learning. 
















Self-regulated learning is constantly shown to be an effective predictor for academic performance in Western culture.  In referring to the Malaysian learning context, the adoption of SRL among Malaysian undergraduates as well as the role of SRL in predicting university achievement are unclear. These two questions postulate an important issue to be concentrated in the study, with the focus on final year Universiti Teknologi Malaysia, Skudai students. 
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